Assessment is fundamental to student learning and achievement. However, whilst research consistently emphasises the role of assessment in supporting the development of the learner, the reality of assessment processes and practices in higher education is frequently indicated to fall someway short. This article aims to contribute to a shared understanding of the discourse surrounding assessment in higher education in the UK, and presents a synopsis of the role of assessment in curriculum change. Key drivers for change, the inhibitory role of the dominant discourse of assessment and suggestions for future development towards an assessment for learning culture, are considered as a means of giving greater prioritisation to assessment than is currently afforded.
Introduction
At its simplest, assessment is described as an overarching concept that touches on nearly every aspect of education (Sebatane 1998) . Theorists influential in the field of assessment have described assessment in higher education as 'the most powerful lever teachers have to influence the way students respond to a course and behave as learners' (Gibbs 1999, 41) . Furthermore, assessment is argued to be more influential to learning behaviour and learners' experience than teaching (Bloxham 2007) . However, these are by no means new ideas. Indeed, in 1979, Elton and Laurillard (1979) noted that 'the quickest way to change students learning is to change the assessment system' (100), which has been described as the backwash effect of assessment (Biggs 2003; Havnes 2004; Watkins, Dahlin, and Ekholm 2005) . In other words, assessment frames what students do. It provides an indication of what the institution gives priority to in making judgements, it provides an agenda more persuasive than a syllabus or course outline and it therefore has a powerful backwash effect on all teaching and learning activities. Boud (2007, 21) The application of the term 'assessment' to the educational context is relatively recent, beginning during the 1970s; prior to this, terms such as 'evaluation', 'testing' and 'examining' were used (Heywood 2000) . Whilst there is general acceptance of the importance of assessment in directing teaching and learning, there is a great deal of debate surrounding the associated goals and impact on learning. As Scriven (1967) once noted, the purpose or 'goal' of assessment (or evaluation as he referred to it) will serve to focus attention on different aspects of that which is being assessed. The dominant discourse and underlying culture of assessment will serve to guide the 'goal' and ultimate influence of assessment, and the key drivers can serve to initiate this process of change.
This article highlights how assessment is integral to the support of learning and the development of the learner, but has been consistently identified by both academic staff and students internationally (Nicol 2010) as an area of concern for higher education. This has led Knight (2002) to describe assessment as 'the Achilles' heel of quality', requiring greater prioritisation than is currently afforded. Consideration will be given to the key drivers for change in the UK as identified by the Burgess Report (Universities UK 2007) , the inhibitory role on change of the dominant discourse (Boud 2007; Price et al. 2008 ) that is reflective of the testing culture (Gipps 1994) , and future directions for development towards an assessment for learning culture. It should be noted that, whilst the main focus and key drivers for change are based within the UK context, the discussion relating to the dominant discourse and development towards an assessment for learning culture are arguably applicable to a broader international audience, particularly in view of the multiple sources of evidence of student dissatisfaction with assessment from across the world, including the National Student Survey (NSS) (UK), the Course Experience Questionnaire (Australia), the National Survey of Student Engagement (USA) and the Student Experience Survey (Hong Kong).
Key drivers for change
In a report produced for Universities UK that focused on outlining what a sustainable system for measuring and recording student achievement in higher education in the UK might look like, the Burgess Group (Universities UK 2007, 5) pointed out that, the UK honours degree is a robust and highly-valued qualification but the honours degree classification system is no longer fit for purpose. It cannot describe, and therefore does not do full justice to, the range of knowledge, skills, experience and attributes of a graduate in the twenty-first century.
Indeed, the current classification system in place in higher education in the UK has been described as outliving its 'usefulness', becoming 'increasingly redundant' by the Dearing Report (National Committee of Inquiry into Higher Education 1997, 139-140) , and in need of 'modernisation' (Universities UK 2004, 18-19) , due in large part to the system being 'at odds with lifelong learning' (Universities UK 2007, 20) . The Burgess Group goes on to cite a range of factors, or key drivers, that have combined to create this need for change, including student expectations/perspectives, the transformation of higher education and the policies governing it, and institutional practice. Whilst the group focuses on the means of representing student achievement at the end of a degree, the drivers for change form part of the wider context that inform the assessment system and shape the graduate. The following section will, therefore, focus on the four key drivers identified above.
Despite common agreement of the centrality of assessment to learning and teaching, it has been an aspect of higher education that the Quality Assurance Agency (QAA), who have responsibility for safeguarding standards across higher education in the UK (see http://www.qaa.ac.uk/), have consistently identified as being weak (QAA 2003) , which is a result that is also repeated in compulsory education (Black 2000) and internationally in higher education in countries such as Australia (e.g. Associates 2010) and Hong Kong (e.g. Carless 2011) . Assessment is also the aspect of higher education with which students are least satisfied, as highlighted by the regularity with which it is identified as a problematic issue by the UK's annual NSS (Ipsos UK 2005; Surridge 2007 Surridge , 2008 Williams and Kane 2008) .
Student experience surveys such as the NSS have played an increasingly prominent role in promoting the student perspective as a driver for change, particularly with regard to assessment. Within the UK context, the NSS was first implemented in 2005 as a means for final-year undergraduate students in England to provide institutions with feedback on their perceptions of the quality of their higher education experience. For instance, in 2009 , 81% (HEFCE 2010 of students who completed the survey were satisfied with their overall experience of higher education, whereas ratings in relation to assessment averaged at 64% (NUS 2010). Thus, students' perceptions of assessment are reducing overall satisfaction with the perceived quality of a course. However, it should be noted that this figure still represents a year-on-year improvement since the first survey was undertaken.
The Complete University Guide (produced in association with the Independent newspaper), the Times, the Sunday Times and the Guardian newspapers all incorporate data from the NSS to produce annual UK university league tables. Thus, the NSS influences league tables and forms part of the UK higher education quality assurance framework. As a result, the NSS is receiving increasing interest in higher education, and discussions of assessment are becoming a mainstay on teaching and learning committee agendas within universities, as well as a central focus at an institutional level, particularly with regard to the enhancement of the student experience of assessment. In relation to the Burgess Group findings, two key drivers for change to assessment are the external independent quality assurance processes that inform higher education policy and the student perspective.
Whilst the NSS is by no means a perfect instrument (Ramsden et al. 2010) , particularly with regard to the comparison of universities and courses (Cheng and Marsh 2010) , it has served to place discussion of student expectations of assessment firmly on the higher education agenda, leading Surridge (2008, 3) to refer to it as a 'catalyst for change'. This would seem to be reflected in institutional changes to policy in the UK, such as the addition of 'assessment' to the institutional learning and teaching strategies of many universities. In addition, several institutions have appointed a pro-vice chancellor whose responsibility it is to enhance the student experience (Ramsden 2008, 18) . This has led Ramsden et al. (2010, 3) to note that 'the significance of the data [that the NSS] collects means that it has become an important element in quality assurance processes and in institutional quality enhancement activities related to the student learning experience'. Whilst quality assurance processes serve to set the benchmarks against which higher education provision is measured, quality enhancement processes serve to guide the development of higher education provision. The influence of the NSS results on both these processes, therefore, highlights the increasingly influential nature of the student perspective on higher education provision and institutional practice.
Many institutions are reviewing their curricula and assessment provisions at an institutional level, aware that they are in a competitive climate in which league tables can encourage students to see themselves as consumers and the university as a product (Haggis 2006 ). Lynch (2006, 4) points out that the 'marketisation' of higher education has resulted in an 'ongoing movement to define education as a tradable service worldwide', adding that the emergence of global universities league tables signifies how 'market values' have been integrated into higher education. However, Lomas (2007) points out that whilst the UK government is keen to guide higher education towards this 'real world view' of the purpose of higher education, which is characterised by a focus on transferable skills, practical, professional and intellectual competence, as well as the development of knowledge and understanding (Bowden and Marton 2004; Gough and Scott 2007) , academic staff dismiss the notion of the student as a consumer.
In a document aimed at supplying a 'reference point for policy decisions about teaching and the student experience over the next 10-15 year period' (Ramsden 2008, 1) , Ramsden agrees that, whilst universities are paying closer attention to the student perspective, they must resist 'a reading of students principally as consumers, demanding value for money, expecting 'satisfaction', passively receiving skills and knowledge, grumpily complaining about service standards, and favouring above all else the easy acquisitions of qualifications ' (16) .
A spokesman for the UK University and College Union (the UK's largest trade union and professional association for academics, lecturers, trainers, researchers and academic-related staff working in further and higher education) also supported this rejection of the student as consumer perspective, pointing out that it is at odds with the purpose of higher education, and adding that 'a student-centric assessment system could lead to grade inflation, but no improvement in standards' (Ashley 2009 ). Whilst the student perspective is gaining increasing prominence in higher education, particularly with regard to institutional reputation (Higher Education Academy 2008), this is counterbalanced by a belief that learning is a negotiation between the student and the institution, or a 'collective inquiry' (Haggis 2006, 8) .
The student perspective, and the influence of the transformation of higher education on institutional policy (i.e. quality assurance and quality enhancement procedures), therefore, all play their part as key drivers for change. However, they do not necessarily call for changes that are harmonious in nature, which could perhaps be interfering with progress. For instance, through the NSS students in the UK have repeatedly called for the more prompt return of feedback on their assessed work. Indeed, the National Union of Students (a confederation of 600 student unions that champions students to shape the future of education and aims to promote, extend and defend student rights in the UK) have called for individualised feedback to be returned within three weeks and general group feedback within one week (NUS 2010). However, with ever increasing student numbers, increasing workloads and reducing resource levels, combined with a requirement to adhere to institutional quality assurance procedures (e.g. second marking and examination boards), this can be almost impossible to achieve, and is a prime example of how the different drivers can have conflicting priorities. Ramsden (2008) asserts that, whilst there is little evidence of this consumerminded, passive persona in students at present, if left unaddressed, this 'dystopian picture' could gain momentum. It is not yet clear what impact the increase in tuition fees from approximately £3500 to £9000 in the 2012-2013 academic year will have on institutional practice and student expectations. However, it is arguable that the early stages of this 'dystopian picture' are beginning to emerge, as indicated by the UK's Office of the Independent Adjudicators for Higher Education (OIA). The OIA, the independent reviewer of student complaints in England and Wales, has seen an almost fourfold increase in the number of complaints received from students between (OIA 2012 , with continuing year-on-year increases of 25% since 2006. Although 75% of the claims made in 2009 were found to be 'not justified' (61), reducing to 59% in 2012 (OIA 2012, 7) , the vast majority of complaints (64% in 2009 and 69% in 2012) related to academic appeals, progression and grades (2009, 55 and 2012, 16) , thus, highlighting the problematic relationship between student expectations and the reality of assessment in higher education. Voss, Gruber, and Szmigin (2007, 949) note that, whilst students 'may have unrealistic expectations of the university experience', if institutions are able to develop their understanding of these expectations, then 'they should be in a better position to both manage and bring them to a realistic level'. They also cite research that indicates how students' perception of quality will also be largely dependent upon their expectations. This has clear implications for the NSS, and highlights why discussions concerning the management of student expectations have increased as the focus on NSS results gains prominence in higher education.
Student expectations of higher education have been described by Ramsden as 'inchoate' and largely based on 'out-of-date sources ' (2008, 8) . However, Beaumont, O'Doherty, and Shannon (2011) indicate how knowledge of students' prior experience within compulsory education might help institutions to develop a better understanding of how expectations surrounding the assessment system are shaped. This is particularly important in view of Struyven, Dochy, and Janssens' (2005) findings that these expectations also influence students' approaches to learning and studying.
Within compulsory education, Beaumont, O'Doherty, and Shannon (2011) outline how students generally receive preparatory and in-task guidance as well as performance feedback in relation to assessment tasks. For instance, students are generally engaged in activities that support them to develop a shared understanding of the marking criteria or the expectations of assessment (preparatory guidance). They are often given opportunities to submit drafts and receive verbal feedback within a week (in-task guidance), and frequently receive both written and verbal feedback on the work after final submission (performance feedback). This is in contrast to higher education, where the academic rules shaping assessment often remain tacit (Bloxham and West 2004; O'Donovan, Price, and Rust 2004) , where assessment is frequently end-loaded (Hounsell 2007 ) and where feedback is often received too late for the students to usefully act upon (Sadler 1989; Gibbs and Dunbar-Goddet 2009; NUS 2010) . Whilst there is certainly room for improvement in relation to assessment practices in higher education, Ramsden (2008, 3 ) also stresses that 'universities and colleges do not simply react to student expectations. They shape them as well. Higher education institutions have substantial influence over the discovery and development of their students' expectations'.
The key drivers for change identified by the Burgess Group (Universities UK 2007) including student expectations/perspectives, the transformation of higher education, the policies governing it (including quality assurance and quality enhancement) and institutional practice are necessarily interlinked. The rise in prominence of the student perspective has been argued to be part of the transformation of higher education, and has increasingly been indicated to inform the policies governing higher education. Whilst changes to policy are designed to have an impact on institutional practices, the resultant developments have arguably been tantamount to tinkering at the edges of practice. For instance, whilst many institutional teaching, learning and assessment strategies call for increasing diversity in assessment practices, the higher education assessment system is still dominated by summative examinations and essays (Struyven, Dochy, and Janssens 2005; Medland 2012) .
What the Burgess Group failed to take into account, when considering the key drivers for change in relation to the assessment system in higher education, is the dominant discourse that permeates it. Whilst the enhancement of institutional practice is certainly not aided by the potentially conflicting priorities of the key drivers for change, it is the dominant discourse of institutional practice that gives credence to, or undermines, these drivers.
The dominant discourse of institutional practice The shift towards a more student-centred perspective as outlined in the learning theories literature (Rust 2002) , and the increasing importance placed on a productfocused curriculum for which aligning teaching, learning and assessment (Biggs 2003) are central tenets, has served to illuminate the dominant discourse underpinning the assessment system (Dochy et al. 2007 ). The dominant discourse of assessment in higher education, as Price et al. (2008) describe it, focuses on measuring learning rather than promoting it. It is characterised by terms such as certification, measurement, outcomes (Boud 2007, 17) and marking (Knight 2002, 275) , and relates to 'students demonstrating current knowledge, generating material for grading and getting (often inadequate) feedback from teachers' (Boud and Falchikov 2007, 1) . It is also seen as something that has traditionally been separate from teaching, generally occurring at the end of a unit of work (Dochy et al. 2007; Hounsell 2007) . This focus on assessment as measurement has detracted attention away from the potential of assessment to support the development of the learner, and has been described as the 'testing culture' (Gipps 1994) .
The testing culture focuses on the quantifiable aspects of educational testing and is, therefore, involved throughout a student's career in higher education: from the offer of acceptance based largely on student Grade Point Averages or predicted grades, to the assessment processes involved in gaining a degree. This is placed in contrast to the 'assessment culture' (Gipps 1994) , or 'assessment for/as learning culture' (Black and Wiliam 1998) , in which the focus is on the development of the learner as an individual rather than on the knowledge they possess. This culture is characterised, in contrast, by an integration of assessment and teaching. The student is an active participant in their assessment. S(he) engages in multiple forms of innovative assessment methods that focus not purely on cognitive performances but also on metacognition, affective and social learning outcomes (Dochy et al. 2007) .
The apparent dichotomy between a 'testing culture' and 'assessment culture' has been argued to highlight a paradox of assessment: 'How can you address change using concepts and a technology based on the stability of traits, and their normal distribution in the population?' (Biggs 1998, 109) . Biggs adds that whilst the psychometricians are interested in quantifying individual differences in students, educators should be interested in initiating student development or change in performance. This would seem to support the view that a move from a 'testing culture' to an 'assessment culture' is required in higher education:
it is not just that we wish to move beyond testing and its technology, but that the shift involves a much deeper set of transformations … our underlying conceptions of learning, of evaluation and of what counts as achievement are now radically different from those which underpin psychometrics. (Gipps 1994, 58) The relevance of this quote would seem to have increased with the transformation that higher education in the UK has experienced, from an elite to a mass system. However, Longden (2001) points out that the elite values of higher education still remain. This may explain why, despite the publication of numerous documents providing guidance for the development of good assessment practices and the likely impact that these might have on the quality of student learning, 'there has been no paradigm shift' (Nightingale 2000, 118) . This has resulted in assessment tasks that promote an attitude to learning that is rather superficial and limited in nature (Boud and Associates 2010) . Students' behaviour has, therefore, continued largely to reflect a preoccupation with learning to pass (the testing culture) rather than learning to learn (the assessment culture). Indeed, the dominant discourse of the testing culture of assessment has arguably resulted in students not being adequately prepared to learn in contexts where examinations and teachers are no longer present (Dochy et al. 2007 ). In other words, the testing culture fails to address what Boud (2000, 160) has termed the 'double duty' of assessment. This requires students to, amongst other things, 'attend to both the learning process and the substantive content domain'. In essence, this dominant discourse has created students who are:
concerned not with mastery, but with being certified as having mastered. The knowledge that he gains, he gains not for its own sake and not for constant use in a real life situation -but for the once-for-all purpose of reproducing it in an examination. (Dore 1997, 8) This focus on being certified as having mastered rather than truly mastering a subject is perpetuated by institutions and academic staff whose assessment practices are based on 'entrenched attitudes' (Entwistle 1996, 111) . Such attitudes that form part of one's 'professional judgement' (Medland 2010) are rarely subjected to critique and promote a 'focus on the reproduction of what is presented at the expense of critical thinking, deep understanding and independent activity' (Boud 1995, 104) .
Whilst institutions and academic staff typically acknowledge the importance of assessment in shaping student learning (Medland 2012) , there is an abundance of evidence that serves to highlight the weak alignment between what the assessment literature is calling for and actual assessment practices (Black 2000; Boud and Falchikov 2007; Deneen and Boud 2014 ). This does not mean that there is a lack of examples of developmental practices that engage in supporting the enhancement of learning; indeed, there are numerous published examples (e.g. Price et al. 2008; Gibbs and Dunbar-Goddet 2009; Boud and Associates 2010; Meer and Chapman 2014) . For instance, in an analytical review of the literature over the past decade, Hounsell et al. (2007) draw attention to the increasing number of publications focusing on developments to assessment practices. However, despite finding the literature to be 'large and buoyant as well as richly varied and diffuse' (66), both Hounsell et al. (2007) and Black (2000) highlight the considerable difference in author understanding of the relevant sources of information available. This difference suggests the often low levels of assessment literacy of those involved in researching assessment in higher education.
Assessment literacy involves 'the knowledge of means for assessing what students know and can do, how to interpret the results from these assessments, and how to apply these results to improve student learning and programme effectiveness' (Webb 2002, 1) . Whilst this concept was developed within a compulsory education setting, it has clear applicability to the higher education context (Price et al. 2011 (Price et al. , 2012 . This, Hounsell et al. (2007) conclude, 'works against a truly cumulative literature and the evolution of a widely shared understanding of what is known and understood within the field' (69). This low level of alignment is, therefore, not solely the responsibility of individual staff members, although they are undoubtedly important agents in this process, but of institutions and the higher education sector as a whole.
What this low level of alignment between assessment theory and practice (Black 2000) could highlight is the dominance of the testing culture discourse, which is reflective of Bourdieu's (1973) concept of 'institutional habitus'. Indeed, Kvale (2007, 62) describes how the dominant norms and values of the testing culture can be reproduced via an institution: 'a teacher who would neglect the certifying and grading aspects of assessments would quickly receive an official reprimand, whereas passing over the learning potentials of assessment hardly has any consequences'. In other words, approaches aimed at supporting the student to master a subject, such as feedback or a focus on the processes of learning and student development, are typically viewed as secondary goals of assessment in spite of wide acknowledgement that these practices should be central to learning (Boud 2007) . Thus, the self-fulfilling nature of the dominant discourse of assessment is perpetuated, placing the student as the passive subject rather than active participant or partner in and of assessment.
Taken as a whole, assessment practices in higher education are typically characterised by the dominant discourse of the testing culture, which focuses on the measurement of knowledge using largely summative processes underpinning the award of a degree. Yet, Rust (2007, 233 ) describes many of these summative marking practices as not only unfair but 'intellectually and morally indefensible, and statistically invalid'. These marking practices include the assumptions that 'it is possible to distinguish the quality of work to a precision of one percentage point', that double-marking can guarantee reliability and fairness that are based on 'idiosyncratic institution rules ' (233-234) , and an external examining system that are based on often unchallenged assumptions about standards (Bloxham and Price 2013) . Price et al. (2008) refer to this as a 'single-minded quest for reliability', which undermines the classification system of higher education.
There is now considerable consensus that the higher education assessment system currently in place is unfit for purpose. Indeed, the Burgess Group (Universities UK 2007) , the QAA (2003) , the NSS (Surridge 2007 (Surridge , 2008 Williams and Kane 2008; NUS 2010; Ramsden et al. 2010 ) and multiple well-respected scholars in the assessment field (e.g. Black and Wiliam 1998; Gibbs 1999; Hounsell et al. 2007; Price et al. 2008; Boud and Associates 2010; Ramsden et al. 2010 ) have all called for change so that the higher education assessment system may more effectively support the development of the twenty-first century learner. Boud and Falchikov (2007) point out that changing assessment requires the investment of resources and is not a risk-free task, which might explain the anxiety that staff feel when discussing the development of assessment in higher education, which lies 'at the foundation of award giving powers' (Price 2005, 216) . Academic staff are unlikely to change their assessment practices unless they are fully persuaded of the need for change and the effectiveness of the new approach (Watkins, Dahlin, and Ekholm 2005) . In view of the dominant discourse of the testing culture, low levels of stakeholder assessment literacy, and often conflicting messages from the key drivers for change, it is hardly surprising that the evidence is not as persuasive as it might be. Nevertheless, as Hounsell et al. (2007) indicate, examples of how assessment practices are being developed may be found throughout higher education in the UK and across a broad spectrum of disciplines. Indeed, Struyven, Dochy, and Janssens (2005) note how the range of assessment methods have expanded beyond conventional examinations and essays to include self-and peer-assessment, portfolios and methods suited to e-assessment. Struyven, Dochy, and Janssens (2005) describe traditional assessment methods as being largely inappropriate in view of their focus on the measurement of memory or the student's ability to assemble a collection of information (i.e. unseen essays). They claim that the use of non-traditional methods of assessment in higher education has gained impetus as students perceive them to be fairer, appearing to encourage concerted effort to learn as opposed to last minute memorisation. In essence, these non-traditional methods: measure qualities, skills and competences which would be valuable in contexts other than the immediate context of assessment … [and enable] students to show the extent of their learning and allowed them to articulate more effectively precisely what they had internalized throughout the learning program. (333) However, Gibbs and Dunbar-Goddet (2009) have found that this increase in the use of a variety of assessment methods, as called for by many institutional teaching, learning and assessment strategies, is often not met with adequate opportunities for students to become familiar with them. The result could be that students are forced into focusing upon developing the skills to pass the unfamiliar assessment task, rather than upon mastering the subject or developing as learners. This is not to advocate a return to the traditional methods of assessment. The more diverse methods of assessment are accompanied by a wealth of research advocating the multiple benefits to the learner if implemented effectively (e.g. Bloxham and West 2004; McLaughlin and Simpson 2004; Van den Berg, Admiraal, and Pilot 2006; Andrade and Valtcheva 2008; van Zundert, Sluijsmans, and Van Merriënboer 2010; Nulty 2011) . But simply replacing the traditional methods of assessment will not serve to challenge the dominant discourse of the testing culture that underpins the assessment system. In addition, the more diverse assessment methods being reported on are largely reflective of individual staff initiatives.
Directions for change
Whilst the support of individual staff is fundamental to change, an institutional response is required in the form of a 'holistic review and reappraisal' (Knight 2002, 275) of the assessment system in order to give prominence to such initiatives and to challenge the dominant discourse. In other words, the institution is 'complicit in either supporting or challenging the culture through a range of mechanisms' (Price et al. 2011, 488) . One of the central mechanisms that is often found to be at odds with key drivers to change, such as student expectations, are the quality assurance frameworks that govern an institution. The testing culture discourse is arguably most visible within the quality assurance frameworks that have been implemented as a result of the massification of higher education in the UK in an effort to codify standards and increase transparency (Bloxham 2012) . The quality assurance frameworks may, thus, be implicitly thwarting the proliferation of individual initiatives, and guiding assessment practices towards a more techno-rational notion of measurement that, if left unchallenged, will act as a continuing barrier to the development of an assessment culture. Boud and Falchikov (2007) have found little evidence of institution-wide approaches to change, commenting that the assessment system 'has been subject to slow incremental change, to compromise and to inertia' (1). However, they do point out that this is slowly changing. Indeed, the creation in the UK of assessment-related Centres for Excellence in Teaching and Learning (CETLs) served to raise the profile and funding available to inform understanding and drive change in the assessment system. The CETLs represented the HEFCE's largest ever single funding initiative (totalling £315 million over five years) related to teaching and learning, and aimed to both reward excellent teaching practice and to further invest in that practice to achieve the greatest benefits for institutions, teachers and students alike.
Two examples of assessment-related CETLs were the Centre for Excellence in Assessment for Learning at Northumbria University and the Assessment Standards Knowledge Exchange at Oxford Brookes University. In addition, there are some notable publications that provide guidance concerning the evidence-informed review and development of assessment strategy, policy and practices in the twenty-first century (e.g. Price et al. 2008 Price et al. , 2011 Boud and Associates 2010; Higher Education Academy 2012) . All of these publications were based on collaboration between a range of internationally respected scholars and national experts in the field of assessment, to produce a number or propositions or premises upon which to focus and initiate institutional discussions and the development of overall assessment practices.
In order to achieve change at the institutional level, a university must first establish its starting point, or in other words, the assessment practices that are currently in use. After conducting a review of practice at one university, Hounsell (2011) found variable assessment patterns across the institution, despite prior perceptions of overall consistency. This is a finding that is likely to be repeated across the higher education sector. Indeed, Price et al. (2011, 491) have noted that: taking a holistic view of the role of assessment can reveal serious inconsistencies but can be used to engender greater consistency in practice by taking into account and managing the interconnected factors that support the assessment process. For example, an incremental approach focused at module/unit level provides an assessment experience that appears very disaggregated to students, whereas a programme/course focus enables an overview of assessment tasks and progression. Such a programme focus, within a unitised or modular programme, is likely to require both a creative and a team approach that may challenge some staff's established working patterns.
Here, Price et al. highlight the need to articulate and challenge the 'entrenched attitudes' (Entwistle 1996, 111) of staff, and the importance of viewing assessment from a holistic perspective. Whilst taking a holistic perspective of assessment might initially serve to emphasise differing stakeholder perceptions, Boud and Falchikov (2007) concur with the above recommendation for the coordination of assessment across a programme rather than being restricted to individual modules or units of study. This has promoted staff collaboration across modules and the integration of teaching, learning and assessment activities (where it is not already taking place) that align more closely to an assessment for/as learning culture. However, the coordination of assessment across programmes, in itself, is not sufficient for challenging the dominant testing culture. Assessment is a complex, multifaceted aspect of higher education that is influenced to a large extent by the context in which it takes place. Assessment must, therefore, 'be considered within overall curriculum thinking alongside teaching and learning strategies and changing disciplinary content' (Boud and Associates 2010, 1) , rather than as an appendage or afterthought to curriculum design and development, as is so often the case (Medland 2012) . Furthermore, in order for institutional change to be effective and maintained, it must be understood and enacted by programme leaders and those involved in teaching and learning, including stakeholders involved in the implementation and development of the institutional and sector-wide quality assurance frameworks.
Whilst changes to assessment tasks can serve to initiate development with regard to student approaches to studying, Haggis (2003, 100) warns that in this mass system of higher education with its increasingly diverse student body, it will not 'necessarily make the details of academic practice any clearer to people who often come into university without any idea about what 'critique', 'argument' or 'structure' may mean'. Therefore, the drive towards student engagement has also been highlighted as key to developing assessment that promotes learning and supports the student 'to hold a concept of quality roughly similar to that held by the teacher' (Sadler 1989, 121) . The active participation of students in assessment is a characteristic of the assessment for learning culture, and has been cited by Price et al. (2008) as the only variable common to faculties or departments rated as excellent, with regard to both learning and teaching and research. From this perspective, students, as well as academic staff, have a role in the enhancement of assessment practices in higher education. Indeed, Ramsden (2008, 5) advocates institutional encouragement of students to act as 'engaged collaborators rather than inferior partners'. This, he believes, is central to moving away from the rhetoric of 'student as consumer' and towards the future success of higher education institutions in the UK, where students are active partners in the shaping of their own learning opportunities.
There now exists a small body of literature that promotes students as co-creators of learning (e.g. Davis and Sumara 2002; McCulloch 2009; Bovill, Cook-Sather, and Felten 2011) , highlighting how this experience can enrich learning processes, outcomes and metacognition around learning, which has been indicated to result in the adoption of deeper approaches to learning. Methods for increasing student participation in assessment include self-and peer-assessment (van Zundert, Sluijsmans, and Van Merriënboer 2010; Nulty 2011) , the development of learning communities (Price et al. 2008) , dialogic feedback (Nicol 2010; Carless et al. 2011) , developing shared understanding of the often tacit knowledge underpinning assessment (Rust, Price, and O'Donovan 2003; Bloxham and West 2004) and, more recently, co-creation of the assessment process (Bain 2010; Meer and Chapman 2014) .
There is now an extensive body of literature that can inform stakeholder understanding of how a shift in culture might be brought about in higher education, from the current dominant discourse of the testing culture, towards an assessment for/as learning culture. This body of literature calls for the holistic review and reappraisal of the assessment system in higher education, which goes beyond simply diversifying assessment methods or knee-jerk reactions to student expectations. It calls for assessment to be a central aspect of curriculum design and development that is integral to teaching and learning, rather than an afterthought. It advocates the coordination of assessment across programmes of study, with an emphasis on methods that encourage the students to develop as learners rather than passive memory banks.
And it recommends that students should actively engage in assessment as collaborators in institutional enhancement, who share responsibility for shaping their own learning.
These directions for change all lie at the heart of developing a scholarly approach to assessment (Price et al. 2011) , which is central to the scholarship of teaching and learning (Rust 2007) . However, this aim is currently being threatened by entrenched techno-rational notions of measurement within quality assurance frameworks and low levels of stakeholder assessment literacy, because 'teachers and those who design assessment processes have insufficient information about the effects of their assessment practice' (Boud 2007, 19) . The development of research informed, 'evidence-based institutional assessment policy' (Price et al. 2011, 479) that is supported via 'building consistency and trust through community approaches and assessment dialogues' (Bloxham 2012, 200) , and the professional development of stakeholders is, therefore, of vital importance in creating greater assessment literacy towards an assessment for learning culture. If institutions and staff accept that 'assessment affects people's lives. The future directions and careers of students depend on it' (Boud and Falchikov 2007, 1) , then it is surely the responsibility of the higher education sector to ensure that the assessment culture supports the development of its students as learners, rather than receptacles of knowledge skilled in learning to pass the assessment task at hand.
Notes on contributor
Emma Medland is a lecturer in Higher Education in the Department of Higher Education at the University of Surrey, UK. She has responsibility for the Continuing Professional Development (CPD) provision offered by the Department, which ranges from the introductory workshops for novice teachers, through to institution-wide Learning & Teaching Weeks aimed at the sharing and development of good practice. Her pedagogic research interests lie in assessment and feedback in higher education, most recently focusing on the assessment literacy of external examiners and the construction of meaning through feedback.
